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 To what extent are children active in constructing their 
own learning?  
 
By Damian E M Milton 
 
How children learn new behaviours and skills has been of great fascination to child 
psychologists and the general public alike.  Today, one can see the extent of television 
ǀŝĞǁŝŶŐ ĨŝŐƵƌĞƐ ĨŽƌ ƉƌŽŐƌĂŵŵĞƐ ŐŝǀŝŶŐ ƉƌĂĐƚŝĐĂů ĂŶĚ  ?ƉŽƉ ƉƐǇĐŚŽůŽŐŝĐĂů ? ĂĚǀŝĐĞ ƚŽ ƚŚĞŝƌ
audiences on such matters.  This essay details the main features of the views and 
applicationƐŽĨĨŽƵƌ ?ŐƌĂŶĚ ?ƚŚĞŽƌĞƚŝĐĂůŵŽĚĞůƐƚŚĂƚĚĞƐĐƌŝďĞƚŚĞƉƌŽĐĞƐƐŽĨůĞĂƌŶŝŶŐŝŶĞĂƌůǇ
childhood: Behaviourism, Social Learning Theory, Stage Theory and Social Constructivism.  A 
critical comparison between ƚŚĞƐĞĂĐĐŽƵŶƚƐǁŝƚŚƌĞŐĂƌĚƐƚŽƚŚĞĐŚŝůĚ ?ƐĂĐƚŝǀĞƉĂrticipation in 
their own learning will then follow.   
 
dŚĞ ĞŚĂǀŝŽƵƌŝƐƚ ŵŽĚĞů ŽĨ ƉƐǇĐŚŽůŽŐǇ ďĞĐĂŵĞ ĚŽŵŝŶĂŶƚ ŝŶ ƚŚĞ  ? ? ? ? ?Ɛ ĂŶĚ  ? ? ?Ɛ ĂŶĚ ǁĂƐ
inspired by positivist scientific method and thus only analysed phenomena that were directly 
observable and measurable.  Behaviourist models of development therefore do not attempt 
to analyse the cognitive motivations that lead to behaviour.  Instead of looking for internal 
reasons for actions, Behaviourists concentrate on how children learn from the external 
environment and how their behaviours are shaped by it.  Inspired by the philosophy of John 
>ŽĐŬĞ ? ? ? ? ?ĐŝƚĞĚŝŶtŽŽůŚŽƵƐĞ ? ? ? ? ?ŝƚǁĂƐďĞůŝĞǀĞĚƚŚĂƚĂ Đ ŝůĚ ?ƐŵŝŶĚǁĂƐĂ ?ƚĂďƵůĂƌĂƐĂ ? 
Žƌ ?ďůĂŶŬƐůĂƚĞ ?ǁŚŝĐŚŝƐƚŚĞŶŝŵƉƌŝŶƚĞĚƵƉŽŶďǇĞǆƉĞƌŝŶĐĞŽĨƚŚĞĞǆƚĞƌŶĂůĞŶǀŝƌŽŶment.  In 
this view, the young child is a passive receiver of information and not an active participant in 
shaping their own learning. 
 
For Behaviourists, learning consists of conditioned responses to external stimuli.  From the 
classic experiment of Ivan Pavlov (cited in Oates, Sheehy and Wood 2005), it was found that 
ĂĚŽŐĐŽƵůĚďĞ ?ĐůĂƐƐŝĐĂůůǇĐŽŶĚŝƚŝŽŶĞĚ ?ƚŽƌĞƐƉŽŶĚƚŽĂďĞůůďǇƐĂůŝǀĂƚŝŶŐ ?This response was 
conditioned by presenting food after the sounding of a bell.  Pavlov (cited in Oates et al. 
2005) also found that when associations were weakened, for instance by not presenting 
ĨŽŽĚ ?ŝƚĐŽƵůĚůĞĂĚƚŽƚŚĞ ?ĞǆƚŝŶĐƚŝŽŶ ?ŽĨƚŚŝƐĂƐƐŽĐŝĂƚŝŽŶ ?dŚĞƐĞĂƐƐŽĐŝĂƚŝŽŶƐǁĞƌĞĂůƐŽĨŽƵŶĚ
ŝŶƚŚĞŶŽǁŝŶĨĂŵŽƵƐ ?>ŝƚƚůĞůďĞƌƚ ?ĞǆƉĞƌŝŵĞŶƚĐŽŶĚƵĐƚĞĚďǇtĂƚƐŽŶ ? ? ? ? ?Đŝƚed in Oates et 
al. 2005) where a young child was conditioned to respond to rats with fear, due to the 
ĞǆƉĞƌŝŵĞŶƚĞƌƉƌŽĚƵĐŝŶŐĂůŽƵĚ ?ŵĞƚĂůĐůĂŶŐ ?ďĞŚŝŶĚƚŚĞĐŚŝůĚ ?ƐĞĂƌ ?>ĂƚĞƌŝƚǁĂƐĨŽƵŶĚƚŚĂƚ
the child had generalised this fear to furry toys and even a fur coat. 
 
The ideas presented by Watson (1924 cited in Oates et al. 2005) were taken further by 
Skinner (cited in Oates et al. 2005 ?ǁŚŽŽƌŝŐŝŶĂƚĞĚƚŚĞŝĚĞĂŽĨ ?ŽƉĞƌĂŶƚĐŽŶĚŝƚŝŽŶŝŶŐ ?ŝŶŚŝƐ
experiments on rats.  Associations could be made and reinforced by presenting stimuli 
(positive reinforcement) or taking stimuli away (negative reinforcement).  Associations with 
stimuli could also be made via punishments, either adding unpleasant stimuli or retracting 
ƉŽƐŝƚŝǀĞƐƚŝŵƵůŝ ?^ŬŝŶŶĞƌĂƉƉůŝĞĚƚŚĞƚĞƌŵ ?ƌĞƐƉŽŶƐĞĐŽƐƚ ?ƚŽƉĞŶĂůƚŝĞƐĂƉƉůŝĞĚĞǀĞƌǇƚŝŵĞĂŶ
 ?ƵŶĚĞƐŝƌĞĚďĞŚĂǀŝŽƵƌ ?ŝƐƉƌŽĚƵĐĞĚ ? 
  
Behaviourist theory has gained great support and usage within the area of child 
ĚĞǀĞůŽƉŵĞŶƚ ? ĂůƚŚŽƵŐŚ ƚŚĞ ƵƐĞ ŽĨ  ?ƉŽƐŝƚŝǀĞ ƉƵŶŝƐŚŵĞŶƚƐ ? ĂƌĞ ŶŽƚ ĞŶĐŽƵƌĂŐĞĚ ? ƚŚĞ ŝĚĞĂ ŽĨ
 ?ƚŝŵĞ-ouƚ ?Ɛ ? ? Žƌ ƌĞŵŽǀŝŶŐ ƌĞŝŶĨŽƌĐŝŶŐ ƐƚŝŵƵůŝ ŚĂƐ ďĞĐŽŵĞ ǀĞƌǇƉŽƉƵůĂƌ ? ĨŽƌ ĞǆĂŵƉůĞ ? ƚŚĞ
 ?ŶĂƵŐŚƚǇ ƐƚĞƉ ? ? The principles of Behaviourism are also currently popular with many who 
teach people with learning difficulties such as Autism, although as will be shown later, these 
methods are not without their detractors. 
 
Sharing many of the ideas of the Behaviourists, yet taking them a step further, was the work 
of Bandura (1977 cited in Oates et al. 2005) who argued that if children were only informed 
by their own actions, learning would be a long and dangerous task and so asserted that 
children learn by copying and imitation.  This process however, was not simple.  To begin 
with, a child would need to be able to attend to relevant aspects of the behaviour of others, 
retain this information, be physically able to reproduce the imitated behaviour and also be 
motivated to perform the action, through a process of reward and punishment.  The idea of 
reward and punishment were also applied however by Bandura, to the perceptions of others 
going through this process. 
 
/Ŷ ĂŶĚƵƌĂ ?Ɛ  ? ? ? ? ? ĐŝƚĞĚ ŝŶ Oates et al. 2005)  ?ŽďŽ Žůů ? ĞǆƉĞƌŝŵĞŶƚƐ ? ĐŚŝůĚƌĞŶ ŽďƐĞƌǀĞĚ
adults being physically violent to an inflatable doll.  He found that especially pre-school 
children would copy the aggression observed when left with the doll.  The behaviour was 
most likely to be imitated if the adult was seen as similar to the observer in some way or if 
they were not punished for their actions. 
 
ĐĐŽƌĚŝŶŐƚŽƚŚĞ ?^ŽĐŝĂů>ĞĂƌŶŝŶŐdŚĞŽƌǇ ?ŽĨĂŶĚƵƌĂ (cited in Oates et al. 2005), children are 
still seen as fairly passive participants in their own learning.  Children are seen here as highly 
impressionistic and their cognitive motivations not accounted for, whilst processes external 
to the child are seen as the key influence on development. 
 
/ŶŐƌĞĂƚĐŽŶƚƌĂƐƚƚŽƚŚĞƚŚĞŽƌŝĞƐƚŚĂƚƐĞĞƚŚĞĐŚŝůĚĂƐ ?ƉĂƐƐŝǀĞ ?ŝŶƚŚĞůĞĂƌŶŝŶŐƉƌŽĐĞƐƐ ?WŝĂŐĞƚ
(cited in Oates et al. 2005) argued that knowledge derived from a form of adaptation to the 
environment that develops through a number of stages.  As a child develops, they would 
become increasingly able to perform complicated tasks, by building ever more complicated 
ŵĞŶƚĂůƌĞƉƌĞƐĞŶƚĂƚŝŽŶƐ ?Žƌ ?ƐĐŚĞŵĂ ?ŽĨƚŚĞŝƌĞŶǀŝƌŽŶŵĞŶƚĂŶĚǁĞƌĞƚŚƵƐ ?ĂĐƚŝǀĞƉĂƌƚŝĐŝƉĂŶƚƐ
in their own learning, assimŝůĂƚŝŶŐ ŝŶĨŽƌŵĂƚŝŽŶ ŝŶƚŽĞǆŝƐƚŝŶŐ ƐĐŚĞŵĂ ?ƐĂƐ ƚŚĞǇĚĞǀĞůŽƉ ?  ƚ
first a child has no concĞƉƚŽĨ  ?ŽďũĞĐƚƉĞƌŵĂŶĞŶĐĞ ? ?ǁŚŝĐŚ suggests that when an object is 
taken from view, for the child it no longer exists.   Piaget also argued that young children 
ǁĞƌĞ  ?ĞŐŽĐĞŶƚƌŝĐ ?ŽƌŶŽƚĂďůĞ ƚŽ ĨƵůůǇĞŵƉĂƚŚŝƐĞ ? ƚŚĂƚ ƚŚĞǇŚĂĚĂŶ  ?ŝŶƚƌŝŶƐŝĐŵŽƚŝǀĂƚŝŽŶ ? ƚŽ
ĂƐƐŝŵŝůĂƚĞĂƐƉĞĐƚƐŽĨƚŚĞĞŶǀŝƌŽŶŵĞŶƚŝŶƚŽĞǆŝƐƚŝŶŐƐĐŚĞŵĂ ?Ɛ ?ǇĞƚĐŽƵůĚĂůƐŽŵŽĚŝĨǇƐĐŚĞŵĂ ?Ɛ
ŝŶ ŽƌĚĞƌ ƚŽ  ?ĂĐĐŽŵŵŽĚĂƚĞ ? ĨŽƌ ĐŚĂŶŐĞƐ ŝŶ ƚŚĞ ĞŶǀŝƌŽŶŵĞŶƚ ?  Ɛ ĐŚŝůĚƌĞŶ ĚĞǀĞůŽƉ, Piaget 
(cited in Oates et al. 2005) argued that their representations of reality become more 
ĂďƐƚƌĂĐƚ ĂƐ  ?ŵĞŶƚĂů ŽƉĞƌĂƚŝŽŶƐ ? ďĞĐŽŵĞ ůĞƐƐ ĂƚƚĂĐŚĞĚ ƚŽ ƚŚĞŝƌ ĞǆƚĞƌŶĂů ƌĞĂůŝƚŝĞƐ ĂŶĚ ĂŶ
egocentric outlook. 
 
 Although Piaget (cited in Oates et al. 2005) recognised the diversity apparent in the 
development of children, he asserted that all children would progress at some point through 
ƐĞƋƵĞŶƚŝĂů ƐƚĂŐĞƐ ŽĨ ĂďŝůŝƚǇ ŝŶ ĂďƐƚƌĂĐƚ ƌĞƉƌĞƐĞŶƚĂƚŝŽŶĂů ƚŚŝŶŬŝŶŐ ?  &ŝƌƐƚůǇ ŝŶ ƚŚĞ  ?^ĞŶƐŽƌŝ-
DŽƚŽƌ^ƚĂŐĞ ? ?ƵƉƵŶƚŝůĂďŽƵƚƚŚĞĂŐĞof two, a child relied upon innate reflexes to interpret 
the world, ďƵŝůĚŝŶŐƐŝŵƉůĞƐĐŚĞŵĂ ?ƐƐƵĐŚĂƐ ?ƐƵĐŬŝŶŐ ? ?dŚĞ ?Wƌ-KƉĞƌĂƚŝŽŶĂů^ƚĂŐĞ ?ƵƉƵŶƚŝů
about the age of six, where children would be able to process symbolic information, yet only 
with concrete ŵĂƚĞƌŝĂůĞǆƉƌĞƐƐŝŽŶƐ ?dŚŝƐŝƐĨŽůůŽǁĞĚďǇƚŚĞ ?ŽŶĐƌĞƚ KƉĞƌĂƚŝŽŶƐ^ƚĂŐĞ ? up 
until around the age of twelve, where the child is able to manipulate symbolic 
ƌĞƉƌĞƐĞŶƚĂƚŝŽŶƐďĂƐĞĚŽŶƉŚĞŶŽŵĞŶĂƚŚĂƚƚŚĞǇŚĂǀĞĚŝƌĞĐƚůǇĞǆƉĞƌŝĞŶĐĞĚ ?dŚĞĨŝŶĂů ?&ŽƌŵĂů
OperatiŽŶƐ ?ƐƚĂŐĞ ŝƐĂĐĐŽŵƉůŝƐŚĞĚǁŚĞŶƚŚĞĐŚŝůĚ ŝƐĂďůĞƚŽƌĞĂƐŽŶŝŶƚŚĞĂďƐƚƌĂĐƚĂŶĚĐĂŶ
formulate hypotheses about the world from their experiences. 
 
tŚĞŶ ƉƌĂĐƚŝĐĂůůǇ ĂƉƉůŝĞĚ ƚŽ ĐŚŝůĚƌĞŶ ?Ɛ ůĞĂƌŶŝŶŐ ? ĞŵƉŚĂƐŝƐ ƉůĂĐĞd ƵƉŽŶ Ă  ?ƌŝĐŚ ůĞĂƌŶŝŶŐ
ĞŶǀŝƌŽŶŵĞŶƚ ? ? ƌĂƚŚĞƌ than direct teaching from adults.  Children in this theory actively 
explore their environments in order to understand it and thus learning is self-directed rather 
than through imitation.  Piaget (cited in Oates et al. 2005 ?ĞŶĐŽƵƌĂŐĞĚ ?ƉĞĞƌĐŽŶƚĂĐƚ ?ĂƐƚŚis 
exposed children to opposing views, rather than accepting the authority of adults. 
 
The fourth theory under review here is that of the social constructivist views of Vygotsky 
(cited in Oates et al. 2005).  For Vygotsky (cited in Oates et al. 2005), human development is 
ĐŽŶƐƚƌƵĐƚĞĚ ƚŚƌŽƵŐŚ ƚŚĞ ƵƐĞ ŽĨ  ?ĐƵůƚƵƌĂů ƚŽŽůƐ ? ƉĂƐƐĞĚ ŽŶƚŽ ĞĂĐŚ ŐĞŶĞƌĂƚŝŽŶ ďǇ ƚŚĞ
ƉƌŽĐĞĞĚŝŶŐ ŽŶĞ ?    ?ĐƵůƚƵƌĂů ƚŽŽů ? ƌĞĨĞƌƐ ƚŽ Ă ƚŽŽů  ?ƉŚǇƐŝĐĂů Žƌ ŵĞŶƚĂů ? ƚŚĂƚ ŚĞůƉƐ ĂĐŚŝĞǀĞ
ƐŽŵĞƚŚŝŶŐ ŝŶ ƚŚĞǁŽƌůĚ ? &ŽƌĞǆĂŵƉůĞ ?ĂŚĂŵŵĞƌ ?Ɛ ĨŽƌŵĂŶĚ ĨƵŶĐƚion has developed over 
millennia of cultural developments.  Its meaning and usage would not be apparent to 
someone with no knowledge of this tool.  Each generation can adapt a cultural tool for its 
ŽǁŶ ƵƐĞƐ ƚŚƌŽƵŐŚ Ă ƉƌŽĐĞƐƐ ŽĨ  ?ĂƉƉƌŽƉƌŝĂƚŝŽŶ ? ? ĨŽƌ ĞǆĂŵƉůĞ, the use of words over time 
which go through many transformations, transmissions and appropriations.  This process 
occurs through social interactions between people and thus for Vygotsky (cited in Oates et 
al. 2005), cognitive developments occur within a social context. 
 
Vygotsky (cited in Oates et al. 2005) argues that language develops to aid two functions: 
internal speech for mental processing and external speech in order to communicate.  For 
Vygotsky (cited in Oates et al. 2005) children do not develop  ?ŝŶƚĞƌŶĂůƐƉĞĞĐŚ ?ƵŶƚŝůĂƌŽƵŶĚ
ƚŚĞĂŐĞŽĨƚǁŽ ?ǁŚĞŶƚŚŽƵŐŚƚĂŶĚůĂŶŐƵĂŐĞĐŽŝŶĐŝĚĞĂŶĚ ?ƐŽĐŝĂůůĂŶŐƵĂŐĞ ?ŝƐŝŶƚĞƌŶĂůŝƐĞĚďǇ
the child.  This becomes entrenched into the mental processes of the child and is used to 
ŐƵŝĚĞƚŚĞĐŚŝůĚ ?ƐĂĐƚŝŽŶƐ ?/ŶƚĞƌŵƐŽĨĂ ůĞĂƌŶŝŶŐĞŶǀŝƌŽŶŵĞŶƚ ?sǇŐŽƚƐŬǇ ?Ɛ ?ĐŝƚĞĚŝŶ Oates et 
al. 2005 ?ƚŚĞŽƌǇĂĚǀŽĐĂƚĞƐĂĐŽŵƉĞƚĞŶĐǇŐĂƉďĞƚǁĞĞŶƚĞĂĐŚĞƌĂŶĚůĞĂƌŶĞƌƚŽĐƌĞĂƚĞĂ ?ǌŽŶĞ
ŽĨƉƌŽǆŝŵĂůĚĞǀĞůŽƉŵĞŶƚ ?ǁŚĞƌĞĂĐŚŝůĚ ?ƐůĞĂƌŶŝŶŐŝƐĂŝĚĞĚďǇĂŶĂĐĐŽŵƉůŝƐŚĞĚƉƌĂĐƚŝƚŝŽŶĞƌ ?
This involves a proceƐƐ ŽĨ  ?ƐĐĂĨĨŽůĚŝŶŐ ? ǁŚĞƌĞ ƚĂƐŬƐ ĂƌĞ ŶŽƚ ƐŝŵƉůŝĨŝĞĚ ĂŶĚ ĂŝĚ ŝƐ ŐƌĂĚƵĂůůǇ
ǁŝƚŚĚƌĂǁŶƵŶƚŝůƚŚĞůĞĂƌŶĞƌŝƐĂďůĞƚŽĐŽŵƉůĞƚĞƚŚĞƚĂƐŬƵŶĂŝĚĞĚ ?sǇŐŽƚƐŬǇ ?Ɛ ?ĐŝƚĞĚŝŶ Oates 
et al. 2005) model thus highlights the child as an active participant in their learning and how 
internal and cultural factors impact upon each other. 
 
/ƚĐĂŶďĞƐĞĞŶƚŚĂƚƚŚĞĨŽƵƌ ?ŐƌĂŶĚ ?ƚŚĞŽƌŝĞƐŚĂǀĞĚŝǀĞƌŐĞŶƚǀŝĞǁƐĂƐƚŽƚŚĞƌŽůĞŽĨƚŚĞĐŚŝůĚ
ŝŶƚŚĞĚĞǀĞůŽƉŵĞŶƚĂůƉƌŽĐĞƐƐ ?&ŝƌƐƚůǇ ?ĞŚĂǀŝŽƵƌŝƐŵďǇƐĞĞŝŶŐƚŚĞĐŚŝůĚĂƐĂ ?ďůĂŶŬƐůĂƚĞ ?ƚŽ
 be coŶĚŝƚŝŽŶĞĚŝŶƚŽ ?ĚĞƐŝƌĂďůĞ ?ďĞŚĂǀŝŽƵƌƉĂƚƚĞƌŶƐĐĂŶďĞƐĂŝĚƚŽŚĂǀĞƚŽo narrow a focus.  If 
the child is active in their own learning, a practitioner cannot be certain that reinforcements 
are internalised the way they are supposed to.  The Behaviourist model oversimplifies the 
learning process to only what can be directly observed and is thus reductionist to the point 
of potential danger, as Spinelli (1989 cited in Oates et al. 2005) points out the Behaviourist 
model denies the importance of subjective data.  Huesmann et al (2003 cited in Oates et al. 
2005) argued that punishments can stimulate aggressive tendencies or make people 
withdrawal and long-term effects of conditioning may be completely unintended.  These 
include familial difficulties, mental health concerns and an increase in anti-social behaviour 
patterns.  Klein (1996 cited in Oates et al. 2005 ? ĨŽƵŶĚ ƚŚĂƚ  ?ƚŝŵĞ-ŽƵƚ ? ŵĞĐŚĂŶŝƐŵƐ along 
with consistent usage were effective in controlling unwanted behaviours.  Yet, this leads to 
the questions: to whose benefit are these behaviours being modified?  And, to what extent 
adults should control the behaviour of children?  This is even more pertinent regarding the 
widespread use of these principles on children with learning difficulties who may not be 
verbally able to express their dissatisfaction with the technique.  Behaviour is not always 
learned due to consequences and conditioning is not always in the best interests of those 
who receive it. 
 
In contrast, the other theories do not see the learning process in quite so simplistic terms.  
For Bandura (1977 cited in Oates et al. 2005) children not only imitate others, they elucidate 
general features of phenomena they come into contact with, yet Bandura (1977 cited in 
Oates et al. 2005) gives little account of how this occurs in terms of internal motivations. 
 
In sharper contrast still is the view of Piaget (cited in Oates et al. 2005) who stated that 
learning is an individual and constructive process.  Piaget (cited in Oates et al. 2005) 
highlighted that a child ǁĂƐŶŽƚũƵƐƚĂ ?ďůĂŶŬƐůĂƚĞ ?ďƵƚĂŶĂĐƚŝǀĞƉĂƌƚŝĐŝƉĂŶƚŝŶƚŚĞůĞĂƌŶŝŶŐ
ƉƌŽĐĞƐƐĂŶĚƚŚĂƚƐŝŵƉůŝƐƚŝĐĐŽŐŶŝƚŝǀĞƐĐŚĞŵĂ ?ƐďĞĐŽŵĞĂǀĂŝůĂďůĞƚŽƵƐĞďǇĐŚŝůĚƌĞŶĂƚĂǀĞƌǇ
early age.  This theory undoubtedly took the debate over childhood development to new 
levels of analysis, yet may have unduly highlighted the individual at the expense of an 
account of environmental factors.  Donaldson (1978 cited in Oates et al. 2005) found that 
under certain conditions young children could operate above the levels predicted by WŝĂŐĞƚ ?Ɛ
 ?^ƚĂŐĞdŚĞŽƌǇ ?ĂŶĚƚŚĂƚƚŚĞƌĞĂƐŽŶŝŶŐƉŽƚĞŶƚŝĂůŽĨĐŚŝůĚƌĞŶǁĂƐŵŽƌĞƐŽƉŚŝƐƚŝĐĂƚĞĚƐƚŝůůĂŶĚ
that this was also embedded within a social nexus. 
 
The strongest theory is that of the social constructivist views of Vygotsky (cited in Oates et 
al. 2005) who unlike Piaget (cited in Oates et al. 2005) situates the child within a social and 
cultural context who is able to construct their own sense of reality.  This places the child as 
an active participant within the learning process, who needs nurturing from a skilled adult.  
ůƚŚŽƵŐŚ ?ŵƵĐŚĐĂŶďĞ ůĞĂƌŶƚ ĨƌŽŵƚŚĞŽƚŚĞƌŵĂŝŶƚŚĞŽƌŝĞƐŵĞŶƚŝŽŶĞĚĂďŽǀĞ ? ĂŶĚƵƌĂ ?Ɛ
(1977 cited in Oates et al. 2005) research highlighted how children can be highly influenced 
by familiar adult behaviour which is then imitated and internalised.  These findings have 
been particularly provocative in continuing debates over the effects of television violence.  
Piaget (cited in Oates et al. 2005) gives testable theories regarding the development of 
internalised mental processes that hitherto, had not been addressed.  Even Behaviourist 
ƉƌŝŶĐŝƉůĞƐ ŚĂǀĞ ďĞĞŶ ĨŽƵŶĚ ƚŽ ďĞ ƵƐĞĨƵů  ?ǁŚĞŶ Ăůů ĞůƐĞ ĨĂŝůƐ ? ĂŶĚ Ă ĐŚŝůĚ ?Ɛ ďĞŚĂǀŝŽƵƌ ŝƐ
 perceived as a danger to others.  Having said this, Behaviourist applications can be seen as a 
ƌĂƚŚĞƌ  ?ďůƵŶƚ ŝŶƐƚƌƵŵĞŶƚ ? ĂŶĚ ƚŚĞ ĨĂŝůƵƌĞ ŽĨ ƚŚĞ ƚŚĞŽƌǇ ƚŽ ƐĞĞ ƚŚĞ ĐŚŝůĚ ĂƐ ĂŶ ĂĐƚŝǀĞ
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